In this essay I present the results of a national study of over 2,000 writing assignments from college courses across disciplines. Drawing on James Britton's multidimensional discourse taxonomy and recent work in genre studies, I analyze the rhetorical features and genres of the assignments and consider the significance of my findings through the multiple lenses of writing-to-learn and writing-in-the-disciplines perspectives. Although my findings indicate limited purposes, audiences, and genres for the majority of the assignments, instructors teaching courses explicitly connected to a Writing Across the Curriculum program or initiative assigned the most writing in the most complex rhetorical situations and the most varied disciplinary genres.
• What do the documents reveal about the author and his audience?
• Why were they written?
• Can you discern the author's motivation and tone?
• Does the genre make a difference in your interpretation?
• How do the documents fit in both their immediate and greater histori- Because of the nature of the assignment, you will probably not have an overarching thesis, as you would in most papers. Instead, your essay will consist of two parts: the IDENTIFICATION and INTERPRETATION sections. Even though this assignment is brief, it reveals a great deal about rhetorical contexts for writing such as purpose, audience, and genre. The assignment requires "analysis" and "interpretation," and both of these thinking strategies are defined in ways that are specific to the discipline of history. Although the primary audience for the assignment is the teacher, the implied audience can be seen as fellow historians, since students are asked to play the role of disciplinary insiders ("As a historian, you should always look for what is not said, and ask yourself what the omission signifies"). The genre of the assignment is also associated with the work of historians, and throughout the description of the assignment the instructor reminds students that a documentary analysis is more than just a template: it's a fundamental part of the work of historians.
What is valued in this genre, and in this instructor's notion of the work of historians, is clear from the questions students should consider when planning their essays: quality of analysis, integration of contextual knowledge, and close and careful interpretation.
An assignment such as this documentary analysis provides a snapshot of writing in the disciplines, but only a snapshot. The purpose of this study is to provide not just a snapshot but a panorama: an overview of college writing through a large-scale survey of writing assignments across disciplines. Colleges. I collected 2,100 writing assignments from 400 undergraduate courses across disciplines (100 courses in the natural and applied sciences, 100 courses in the social sciences, 100 courses in business, and 100 courses in the arts and humanities).
1 A number of these courses were connected in some way to a Writing Across the Curriculum program or initiative (a writing-intensive designation, a writing fellows program, a writing link, etc.), allowing me to make comparisons between courses explicitly linked to a WAC program or initiative and those that are not. In order to aim for an arbitrary and geographically disperse sample, I visited institutional websites through an index of the home pages of all accredited colleges in the United States, which is found at www.utexas.edu/world/univ/.
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In both a quantitative and qualitative discourse analysis of the rhetorical features and contexts of the assignments, I explore the following research questions in this essay:
• What purposes are students asked to write for in different disciplines?
• What audiences are students asked to address? What role are they asked to play as writers? What role do instructors play as audience?
• What kinds of genres are students asked to write in? How do these genres vary from discipline to discipline and instructor to instructor? What is the rhetorical context for these genres?
• How do assignments vary across types of institutions, between upper-and lower-division courses, and between courses associated with a WAC program or initiative and those courses not connected to WAC?
In subject and scope, my research emulates James Britton and his research team's study of 2,122 essays from British secondary schools reported in The and Arthur Applebee's study of 603 essays from 200 American high schools. I use Britton's multidimensional taxonomy of function and audience to analyze and discuss the rhetorical situations of the assignments in my study, but I also include in my taxonomy the assignments that are common responses to recurring rhetorical situations-genres. Aviva Freedman and Peter Medway argue that Britton's taxonomy is limited because it fails to consider the complexities of genre (12). I draw on recent work in genre studies in order to analyze not just the rhetorical situation of individual assignments but also assignment genres: groups of assignments that respond to similar, recurring rhetorical situations.
Britton's taxonomy, which will be familiar to most readers of this journal, divides writing into three functions, which roughly correspond to different points on the rhetorical triangle of writer (the expressive function), text (the poetic function), and audience (the transactional function). Expressive writing is informal and exploratory, with the self as audience. Poetic writing is imaginative, with a focus on the text as art form. The primary purpose of transactional writing is to inform or persuade an audience. Based on Timothy Crusius's critique of Britton's categories, which Crusius feels lack a place for informal writing for an audience beyond the self, I added a fourth function to Britton's taxonomy: "exploratory." Like expressive assignments, exploratory assignments are informal and focus on exploring ideas, but the audience is public. Common examples in my study of writing with an exploratory function are reading responses posted on an electronic bulletin board that are read and often responded to by peers and the instructor. Borrowing from Britton, I divide the audience categories into the self, the teacher, peers, and wider audiences. The "teacher" audience category is further subdivided into "Student to Examiner," in which the student provides the "correct" information to the teacher, and "Student to Instructor [General] ," in which the student is not required to merely regurgitate information. Like Britton, I coded for the dominant function or audience when more than one was evident. As I discuss in detail later in this essay, rather than classify genres by formal features, as former surveys of college writing have done (Bridgeman and Carlson; Eblen; Harris and Hult; Sherwood) , I follow the lead of recent work in genre studies (Bazerman and Paradis; Miller; Swales) and define genres as responses to recurring rhetorical situations rather than merely templates of form and format.
My taxonomy of the rhetorical situation (Britton's function and audience model) and responses to recurring rhetorical situations (genres) provides a more authentic and extensive method of analyzing writing assignments than taxonomies from the surveys of college writing cited previously. In addition to providing a more complex taxonomy, I present a more complex analysis than prior surveys of college writing by looking at the assignments through the multiple lenses of the two primary approaches to WAC: "writing to learn" and "writing in the disciplines." Most readers of this journal are familiar with the contrast between the "writing-to-learn" approach to WAC, with its focus on bringing expressivist pedagogies to instructors across disciplines, and the "writing-in-the-disciplines" or "learning-to-write" approach and its emphasis on investigating writing in different academic discourse communities. A number of prominent WAC theorists have argued that this writing-to-learn/ writing-in-the-disciplines split in WAC research and practice is artificial, and they argue for a dialogue between the two approaches (McLeod and Maimon; McLeod and Miraglia). Rather than viewing my results though a single "terministic screen," to use Kenneth Burke's phrase, I take a multiple-lens approach and consider the assignments in my study from both writing-to-learn and writing-in-the-disciplines perspectives. This multiple-lens approach is especially valuable in my research because my findings suggest the influence and value of both approaches, as well as points of connection between the two approaches. For example, my research reveals a dominance of short-answer exam writing that writing-to-learn and writing-in-the-disciplines approaches can address in unison, and my research indicates that both the writing-to-learn and writing-in-the disciplines approaches have had a powerful and positive influence on instructors who are teaching in courses explicitly linked with a WAC program or initiative. In the following study, then, I provide a model for analyzing writing assignments as well as a way to interpret that analysis that takes into account multiple approaches to understanding and evaluating writing across disciplines. I also provide evidence for the influence of WAC and for the effectiveness of WAC initiatives such as writing-intensive courses and writing fellows programs.
The Functions of College Writing
Both Britton and Applebee found that transactional writing, and especially writing to inform, dominated in the assignments they collected. Eighty-four percent of Britton's samples were transactional, with the informative func-tion accounting for 62 percent of transactional writing. Seventeen percent of assignments were poetic, and only 5 percent were expressive. Transactional writing was even more predominant in Applebee's research. Surveys of college courses by Bridgeman and Carlson and by Eblen reveal similar results: writing to transact, and in particular, writing to inform, was the dominant function.
My research shows results similar to prior studies, as Table 1 outlines. Of the 2,100 assignments I collected, transactional writing makes up 83 percent, and most transactional assignments (66 percent) are informative rather than persuasive. Although a significant amount of the writing is exploratory (13 percent), poetic writing and expressive writing are almost non-existent. These distributions are similar across types of institutions and at both the lower and upper divisions. Sixty-four percent of upper-division writing was informative, with only 3 percent of writing expressive and 0.4 percent poetic. At the "elite" colleges in my study (institutions such as University of California at Berkeley, Duke, and Cornell), 69 percent of writing was to inform, and only 1 percent of writing had expressive or poetic functions. At every type of institution and at each level-from community colleges to "elite" institutions, and from introductory courses to senior seminars-writing to inform is the dominant function.
It's important to emphasize that much of the informative assignments in my study present students with an extremely limited view of academic discourse, asking them simply to display the "right" answer or the "correct" definition to the instructor through a recall of facts-what Applebee calls "writing without composing" (18). Typically the required information comes from lecture material or the textbook, as these exam questions illustrate:
In your textbook, Steven Smith describes three different roles legislators might play in representing their constituents. List and describe each of these three.
Describe the major factors causing changes in food consumption (see Chpts. 1-4) and describe the marketing channel for a chosen commodity (see Chpt. 12).
From my outline on earthquakes, explain the "effects" of earthquakes.
Short-answer and essay exams make up 21 percent of the assignments, and the majority of informative writing is for an audience of "teacher-as-examiner." Only 17 percent of transactional writing in my study asks students to write for persuasive purposes for an audience other than the teacher-as-examiner.
Expressive and poetic writing were even rarer than persuasive writing. Just 62 of the assignments in my research call on students to produce expressive writing. These assignments are "freewrites" written to an audience of the self, with the goal of invention. Toby Fulwiler and Art Young argue that "expressive writing is the primary means we have of personalizing knowledge" (4), a sentiment shared by other writing-to-learn theorists such as Britton and Applebee. Writing-to-learn theorists also see creative writing-the poetic function-as a valuable way for students to make personal connections with disciplinary content and "broaden their repertoire of language tools for thinking and communicating" (Young par. 5). Britton found that 17 percent of British secondary school writing was poetic, but my sample contains only nine assignments whose dominant function is poetic. Beginning with Janet Emig's The Composing Processes of Twelfth Graders, researchers who have investigated student writing habits in school and out of school have found that in their self-sponsored writing, students are more likely to write for expressive and poetic functions. Writing-to-learn theorists would view the dominance of informative writing and the lack of expressive and poetic writing in my sample as evidence of the limited uses teachers across disciplines make of writing, and of the continued need for WAC practitioners to bring writing-to-learn approaches to the disciplines.
The dominance of informative writing and absence of expressive and poetic writing in my research is similar to the results of previous studies. Where my findings differ from prior research is the number of journaling assignments, which typically asked students to explore ideas for an audience beyond the self. Most previous researchers found that the genre of the exploratory journal was rare. In my research, however, exploratory journals and their computerage equivalent, the electronic discussion board, are a common phenomenon. 
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Although, in general, assignments that called on students to use technology like blogs, hypertext, wikis, etc. were rare in my research, the use of electronic discussion boards for exploratory writing was frequent. The instructors in my research see exploratory writing as a way to encourage students to invent arguments, make connections, reflect on personal experience, and take risks.
The following passages from journaling assignments illustrate this use of exploratory writing:
The journal is a space for you to investigate your own thoughts, reactions, and feelings on particular art ideas and art works. I'm asking you to make connections between what you are learning and what you have already experienced.
Logs are designed to keep you up to date with the readings, to stimulate class discussion, and to encourage you to think about the class materials as both psychological scholarship and as personally relevant.
Treat the e-mail messages as an opportunity to express freely your own thoughts, opinions, observations, and questions. You may also use them to float preliminary ideas for your essays. Because they are informal you needn't be overly concerned with structure, organization, and rhetorical polish.
I found that exploratory writing is being assigned across disciplines. The previous passages are from journaling assignments in courses in art history, psychology, and environmental studies, respectively. Although there were no personal diary journals in my study, journals are more or less the only genre in my research that allows students to test ideas and take risks, to use personal experience, and to respond to peers. As the passages above reveal, instructors were using journals for both writing-to-learn and writing-in-the-disciplines purposes.
The Audiences for College Writing
Both Britton and Applebee found that most of the assignments they collected were written for the teacher, and most commonly the teacher-as-examiner. Eighty-six percent of Britton's samples were written for the teacher, and in 48 percent of those the teacher played the role of examiner. In Applebee's study, 55 percent of school writing was directed to the teacher-as-examiner. As Table  2 indicates, the audience distributions in my study are similar to Britton's and Applebee's. In 64 percent of the assignments, the teacher-as-examiner is the audience for student writing. Just as informative writing dominates at all levels of instruction in my study, the dominant audience for the assignments at all levels of instruction is "Student to Examiner." In upper-division courses, 61 percent of writing has the audience of teacher-as-examiner. The prevalence of the examiner audience held across types of institutions as well. The instructor played the examiner role in 64 percent of the writing in the "elite" colleges in my survey.
Coding assignments "Student to Examiner" wasn't difficult: nearly two out of every three assignments is directed to the audience of the teacher-as-examiner, and nearly one out of every four assignments is a short-answer exam. This kind of emphasis on providing the correct answer to the teacher-as-examiner isn't limited to short-answer exams, however. The "informal" response journals in a British literature course represent a vivid case of writing to inform as writing to provide a correct answer. In the assignment description for a journal asking students to interpret an ode from Wordsworth, the instructor writes: I see only one way to interpret these stanzas. You may interpret some of the details in a slightly different way, but there is a well-established way to interpret the stanzas that makes perfect sense, that explains all of the details of the lines, and that is consistent with the ideas explained in the introduction to the poem and conveyed elsewhere in the poem. Yes, I'm looking for a specific and correct answer here! This teacher-as-examiner approach is seen again in the grading rubric of a sociology instructor. The instructor includes in his rubric an explanation of essay response marks, including the symbol "?" for "Do you really think so? I doubt it"; "??" for "Are you serious?"; "x" for "This is not correct"; and "No" for "You have badly misinterpreted the reading. I'm unhappy." Britton and Applebee, along with other writing-to-learn theorists, argue that this kind of emphasis on the instructor as examiner has a negative effect on student engagement, a sentiment shared by an agricultural economics instructor in my study who asks students, "Are you a learner or a sponge? Classes are a lot more interesting and productive for learners than for sponges." In most of the assignments I placed in the "Student to Instructor [General]" category, there's evidence of a dialogue between instructor and student. Assignments that I placed in this category are often done in stages, with the instructor collecting and commenting on a draft of the essay. The instructors who comment on drafts appear to be trying to establish a dialogue with students that place them in a "coaching" rather than an "examining" role. This passage from a political science assignment is representative:
For the term paper listed in your syllabus, you will first submit a draft to me. I will review your essay and suggest ways to improve the argument and style. These comments will raise questions, suggest changes, and provide you with a valuable resource for revising your material for the final draft.
Robert Jones and Joseph Comprone argue, "Teaching process in a single class-freshman comp-cannot ultimately be successful unless the writing in that course is reinforced by the same kind of approach to learning in other courses" (59). Anecdotal evidence from WAC workshop leaders suggests that prior to exposure to WAC pedagogy, few teachers in disciplines outside of English engage students in a writing process. In my research, 50 of 400 instructors collected at least one rough draft from students. In their assignment descriptions, these instructors usually give students the kind of encouraging message about process that a political science instructor gives in a political philosophy essay assignment:
You will turn in a first version of the essay. This initial essay will be read and critiqued but will be ungraded. I would be more than happy to read a draft of your essay at any time prior to the class period it is due and give you feedback.
These instructors respond to drafts and hold one-on-one conferences and peer response workshops because they feel, to quote two business course syllabi, that "writing involves frequent drafting and revising" and "no one writes the final version of anything on the first draft."
In both Britton's and Applebee's research, writing to peers was negligible. Considering the results of previous studies, the fact that 6 percent of the assignments I collected have the stated or implied audience of peers is significant. It's not surprising that courses that use what Paulo Freire disparagingly refers to as the "banking method," where instructors "deposit" information to students through lectures and then test them for the information on exams, rarely require writing to peer audiences. It seems that instructors who require writing to a peer audience do so in order to take the emphasis off of the teacher-asexaminer. In an American history course, for example, students write a series of research essays that have to be "credible to both peers and instructors." The culmination of the essays is an in-class presentation where students explain the results of their research to peers. A number of instructors use electronic bulletin board journals as a space for writing to peers, and this emphasis on writing to peers is reinforced by assignments that described these journals, as one British literature instructor says, as "a conversation in writing."
In my study, there are three general types of assignments written for the audience of the "self ": freewrites, a self-assessment written at the beginning or end of the course, or an assignment that requires students to relate the content of the course to their own lives. A self-evaluation assignment from an environmental studies course is an example of an assignment from the second category. The instructor writes in his description of the assignment: "This is your education, you must be an active participant in it, and it is only you who can determine its value to you, through self-evaluation and reflection." An example of the third type of writing for the self comes from an anthropology course. Students compare their diet to that of a caveman, partly to "analyze the nutritional quality of the diet of a hunter gatherer" and partly to "analyze the nutritional quality of your own diet" and "give you a broader perspective on the relative quality of your own diet." These are the kind of assignments that writing-to-learn scholars such as Fulwiler and Young feel can "personalize knowledge" (4) and "represent our experience to our own understanding" (x). In their meta-analysis of writing-to-learn studies, Robert Bangert-Drowns, Marlene Hurley, and Barbara Wilkinson found that these kinds of metacognitive prompts in which students could "reflect on their current knowledge, confusions, and learning processes proved particularly effective" (50). Unfortunately, in the courses I surveyed students were not often called upon to relate course content to personal experiences and interests or to use personal experiences to develop and support their arguments.
In sharp contrast to assignments written to the teacher-as-examiner, assignments written to a wider audience almost always provide students with a rhetorical situation and a genre with a social context beyond the student writing to the teacher-as-examiner. This is especially true of assignments in the "Wider Audience: Informed" category. Some of the audiences students write for in this category are company CEOs, Democratic Party organizers, and readers of the New England Journal of Medicine. Usually these rhetorical situations mirror the kind of writing students will encounter in the workplace. For example, the management course assignment that asks students to "provide group recommendations as if you were a consulting team offering suggestions on how to improve management practices" and the finance course assignment that instructs students to "assume that you are just hired as a CFO for a major corporation. The CEO would like you to review some of the major financial decisions for the company." Instructors who assign only writing to the teacher-and especially writing to inform the teacher-as-examiner-neglect to provide students with the kind of meaningful rhetorical purposes and social contexts found in assignments aimed at wider audiences.
The Genres of College Writing
Previous surveys of the genres assigned in courses across the curriculum (Bridgeman and Carlson; Eblen; Harris and Hult) have shown that instructors claim to assign a variety of genres, both academic and professional. Despite this variety, however, these surveys also reveal a dominance of two genres: the term paper and the short-answer exam. My results are similar to previous studies in that a variety of genres are assigned. Lab reports, executive summaries, book reviews, ethnographies, feasibility reports, essay exams, abstracts, annotated bibliographies-the list is truly extensive. There was, in fact, such a variety of genres, and such a difference in the way these genres were defined in their various disciplinary contexts, that I resist the urge to classify, to merely categorize genres by their formal features and their distribution. As genre studies theorists argue, genres are impossible to deduce from just the structure of the discourse act itself (Bazerman and Paradis; Miller; Prior; Swales) . Rather than imposing static categories on dynamic uses of language by classifying genres by formal features, as previous surveys of college writing have done, my aim is to get a sense of the rhetorical context of the genres in my study: the functions and audiences for genres, their social exigencies, and how they vary from discipline to discipline and instructor to instructor. In order to do this, I focus on the two genres found to be most common in previous surveys of college writing: the research paper and the short answer exam.
I focus on the research paper because as a genre it is representative of almost all of the genres I found in my research: it is too various to classify by formal features, and too discipline-specific and even classroom-specific to be considered as a type of writing without also analyzing its social context. Based on the research paper assignments in my study, I agree with Richard Larson's (1982) argument that the "research paper" cannot be classified as a genre, since research writing varies to such a degree from discipline to discipline and even from instructor to instructor. Prior surveys that have used the label "research paper" or "term paper" use it artificially, as a too-convenient way to classify a broad range of research writing.
Despite the variety of "research papers" in my study, I did find a pattern in my analysis of research writing that leads me to make at least one broad distinction that I think is valuable. Robert Davis and Mark Shadle divide research papers into two broad categories: "modernist" and "alternative." The modernist research paper is the "traditional" research paper. It's informative in function, logical, thesis-driven, and objective. Modernist research papers value "detachment, expertise, and certainty" (417). The purpose of a modernist research paper is "not making knowledge so much as reporting the known" (423). A research paper assignment from a psychology course contains many of the features Davis and Shadle would call "modernist":
Research Paper Guidelines Purpose: The purpose of this project is for the student to 1) become familiar with a particular area of research activity in the field of human development, 2) by learning referencing techniques for this discipline, 3) gleaning information from the primary psychological literature, 4) summarizing this information clearly in a written report, and 5) practicing the format of scientific writing in this discipline.
Format: The format of the paper is a term paper about research, not an original research report. Each paper presents a summary of a single article.
Evaluation: The grade is based on content and form, including: Organization of the paper as a whole and of each section, adequacy of the summaries and interpretations of literature, the explication of controversial issues when appropriate, your conclusions and defense of your conclusions, grammar, punctuation, neatness, listing and citing of bibliographic references.
The grade will be lowered ten points for each of the following: errors in citation format errors in reference format failure to use APA format excessive spelling, grammatical or punctuation errors inaccurate information This is a "term paper," not an "original research report." Students merely "glean" and "summarize" information. The evaluation criteria are focused mostly on the correctness of information, citations, and grammar.
Perhaps a religious studies instructor from my research provides the best description of the way alternative research writing differs from the modernist research paper. In a handout on writing essays, this instructor writes:
Remember when you were in grade six and your teacher told you to write a report on such and such or so and so, and you went to the library, opened up the encyclopedia, and tried to put the information into your own words? You should be past that now. A university essay is not a standard report that uses a few more books! Alternative research writing values the creation of new knowledge, and not just "amassing of brute facts," in Robert Connors's words (321).
Compositionists from Larson to Davis and Shadle have bemoaned the staying power of the traditional research paper, so I fully expected that the majority of the research writing in my survey would fit Davis and Shadle's modernist category. I was surprised to find that the religious studies instructor is right, as far as the research writing in my study: the majority of college "research papers" are closer in spirit to alternative than modernist research writing. Take, for example, this research project from a psychology course:
Integration Project: As an integration course, cross-cultural psychology seeks to involve students in exploring the interrelationships between two or more disciplines. The purpose of the project is to help you do just that. The format of the project is open to your creative ideas as long as the project looks at culture from two or more disciplinary perspectives. Some options might be:
• A cross-cultural comparison on some topic of interest in psychology as well as another discipline (e.g.. family structure, ceremonies and/or rituals, child rearing practices, delinquency, artistic expression, mental health, religiosity, therapy). Discuss how cross-cultural differences and similarities would be viewed and handled from the perspectives of a psychologist and a professional from the other field.
• A report of the cross-cultural psychological observations you made in a place where you had exposure to another culture (e.g. a church, a theatre, a refugee center, an office) while being involved in an activity/job related to other disciplines (e.g. religion, art, social work, business administration).
• A critique of your own major or minor field of study (if you are not a psychology major or minor) from the point of view of cross-cultural psychology. You might discuss how inclusive and culturally sensitive the field of study is, citing specific research and theoretical examples.
• An analysis of a movie, a piece of music, or some literature from another culture. Using our textbook information, explain how the concepts in the text are depicted in the piece you are analyzing and/or how the piece can be explained by some of the concepts in the text.
The goal of this research project is not to report the known, but to encourage exploration, synthesis, and creativity. Students chose from a variety of genres, all of which require analysis, argument, or evaluation. The instructions for most of the research paper assignments in my study echo this psychology assignment's insistence on exploration and argument, as these passages from research paper assignments illustrate:
The goal of the project is to provide you with an opportunity to integrate, synthesize, and apply the material we are studying in class in a real-world context, gain experience with group decision making, research a topic in greater depth, and connect with a larger community.
The purpose of this paper is to stimulate your thinking about "social or distributive justice." You are to develop your own position on this topic. Specifically, what principles should guide government in determining what to guarantee its citizens.
You'll begin to create your corporate portfolio by writing a corporate mission statement and corporate profile or image brochure, and you'll also begin to research the cross-cultural communication differences you uncover in your case. Next, you'll collaborate to write a consulting report. The report must identify the international, cross-cultural communication problems in the case (supporting your conclusions with research), identify possible solutions to the primary problems (after comparing and contrasting the possibilities), and propose a solution to the appropriate audience (i.e., offer recommendations, and offer an implementation plan, and reasons). Although I'm using Davis and Shadle's category of "alternative research writing" as a way to make distinctions between two broad types of research writing, a closer look at the research papers in my study reveal a deeper truth about the genres in my study. The differences among disciplines-and even among instructors within the same discipline and subdiscipline-in terms of the purposes and audiences for research writing, research methods, what counts as evidence, how research papers are structured, and the persona the writer is asked to take on make it difficult to generalize about the research paper as a genre, just as it would be difficult to generalize about the "lab report" or the "journal" without considering both disciplinary and classroom contexts.
Consider, for example, what is means to conduct research and what counts as evidence in the research papers in my study. A political science research project asks students to "research every aspect of the political background of the incumbent" for a presentation before the local Democratic Party organization. This will require primarily textual research, and the instructor recommends that students do a thorough search of sources such as Congressional Quarterly and The Almanac of American Politics. The research has a public audience and must be persuasive to Democratic Party insiders, who will have certain expectations for any research of this kind (for example, the use of data from polls). In another course from the social sciences, a political psychology course, the method of investigation for the research paper includes "administering a questionnaire," "participant observation," and "database analysis," all of which require a different set of research skills and have different research expectations than the presentation to the local Democratic Party.
In an American history course, students are asked to approach research and evidence in a way that is different in kind from these two social sciences courses. Student must "empathize with the person, place, or event you are writing about. The goal here is to use your understanding of the primary and secondary sources you have read to 'become' that person." This approach aligns with the instructor's notion that history is socially constructed: that "historians come to a socially negotiated understanding of historical figures and events" (a view of the way knowledge in history is created that is not always in accord with the views of other history instructors in my research, especially those who assign only short-answer exams). What counts as evidence in this history course is far more broadly defined than in the political science courses: "old family photos, a grandparent's memories, even family reunions allow people to understand their lives through an appreciation of the past. " Evidence is explicitly connected to the discipline of history: "These events and artifacts remind us that history is a dynamic and interpretive field of study that requires far more than rote memorization."
Research papers in the business courses in my study value research and evidence that is, as one business instructor puts it, "quantitative and concise." Research and evidence in a marketing course mean "a table with a frequency distribution with counts and percentages" as well "at least three pages of chisquare analyses" and "one page of a correlation/regression analysis." Another business instructor advises students to "make your descriptions and analyses precise and factual. Specific data about costs, market shares, time to market, and so on will enrich your work. In other words, what do the numbers tell us?" Just as historical figures and artifacts told the story for the American history course, here numbers tell a story. Despite the ubiquity of this emphasis on using quantitative data to tell the story in business courses, the form in which this research story is told differs dramatically from business course to business course. Business research genres in my study include executive summaries, proposals, business plans, case studies, progress reports, company profiles, marketing campaigns-all of which used quantitative data in different contexts, for different purposes, and for different audiences. Christopher Thaiss's argument that WAC research should focus as much on "writing-in-the-course" as "writing-in-the-discipline" is born out in my analysis of the research paper as a genre (324).
Despite the apparent variety of genres in my study, and despite the variety of social contexts for writing from discipline to discipline and instructor to instructor, it's important to note that nearly a quarter of the assignments in my research were of the genre most lacking in rhetorical and social context: the short-answer exam. Although my urge is to avoid classifying genres by their formal features, perhaps short-answer exams are the one school genre that resists the application of current genre theory. As I collected and analyzed the assignments, the sheer force of exam writing became the most noticeable pattern in my research. The midterm and final exams are the only writing in one out of every four courses, and as genres these exams show little variation across disciplines. They almost always consist of questions that require rote memorization and recall of facts, and the instructor almost always plays the role of teacher-as-examiner, looking for "correct" answers. The short-answer exam is the genre with the least "social action," to use Carolyn Miller's term. Writing-in-the-disciplines theorists are right to insist on looking at genres in their social context, but in my research, it is unfortunately the genre with the least social context that predominates.
Writing to Learn, Writing in the Disciplines, and the Influence of WAC Writing-to-learn theorists would find it disheartening that the functions and audiences for writing in my college-level study conducted in the year 2006 are as limited as those in Britton's and in Applebee's studies of secondary schools conducted over thirty years ago. The majority (66 percent) of the assignments are writing to inform the teacher-as-examiner, as opposed to writing to learn, and one out of four assignments is a short-answer exam. Writing-in-the disciplines theorists would also find this emphasis on exam writing disheartening, considering that these short-answer exams rarely call on students to practice disciplinary ways of making meaning. This is not to assert that the whole of academic discourse, as revealed in the assignments in my collection, is reduced to exam taking and "correct" answers. Writing-in-the-disciplines theorists would be interested in the predominance of alternative research writing in my study, and the ways research writing genres-and all genres beyond the short-answer exam-are tied so closely to discipline-specific ways of making meaning, even as they vary significantly from instructor to instructor within the same discipline. Another piece of hopeful news is that exploratory writing makes up a far larger percentage of the assignments in my study than it had in previous studies, due in large part to the popularity of journals, which are used by instructors for both writing-to-learn purposes and to introduce students to disciplinary ways of thinking. Another positive finding from my study is the fact that 50 out of 400 instructors respond to drafts. These positive revelations-the increase in exploratory writing, the absence of traditional research papers, the significant number of instructors intervening during the writing process-point to the most encouraging pattern in my study, and it is of interest to both writing-to-learn and writing-in-thediscipline theorists-and to anyone interested in supporting writing in the undergraduate years.
The instructors in my research who assign the widest variety of purposes, audiences, and genres, who provide students with interesting and complex rhetorical situations rather than just the traditional lecture/exam format, and who teach writing as a process through peer response or responding to rough drafts are most often teaching in a course connected in some way to a Writing Across the Curriculum program. This may mean a writing-intensive course, a team-taught course with an English department faculty member, a learning community, or a course connected to a writing fellows program. Instructors from writing-intensive courses connected to established WAC programs at institutions such as the University of Missouri, University of Pittsburgh, Cornell, University of Hawaii, Duke, University of Massachusetts, and Stanford assigned the most writing, asked students to write for the greatest variety of audiences in the greatest variety of genres, and adopted common WAC pedagogical tools such as journaling, freewriting, grading rubrics, and peer response. Tables 3  and 4 reveal the significant difference between the distribution of functions and audiences for these WAC courses versus the courses as a whole.
Although my research leads me to conclude that college students write for limited purposes and audiences, even as they progress through their majors, WAC has certainly had a positive influence on many of the instructors in my study. As the tables below make clear, students in these WAC courses are far less likely to encounter only short-answer exams, and far more likely to use writing to explore. They are also more likely to write for wider audiences as well as to use writing to reflect. Students also encounter more writing assignments in these WAC courses. The average number of assignments per course in the study is 5.25, but the average number of assignments per WAC course is 8.7. There is no doubt, then, that WAC has had a positive influence on the instructors in my study who have come into contact with it, whether that influence has resulted in writing-to-learn pedagogy, moving away from the lecture/ exam format, or seeing the importance of immersing students in disciplinespecific ways of making meaning through writing. The results of my research are both an argument for the need to continue to work to transform the writing done outside of composition courses-to bring writing-to-learn pedagogies 
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m e l z e r / W r i t i n g a s s i g n m e n t s a C r o s s t h e C u r r i C u l u m to instructors across disciplines-as well as an argument for continuing to investigate writing in the disciplines and consider how what we learn from this investigation might transform our own composition courses: for example, by moving away from traditional, thesis-driven research papers and by teaching students to analyze and respond to multiple genres. Most importantly, though, the results of my research are an argument for the importance and influence of the WAC movement and the need to continue to support WAC efforts as the most powerful antidote to the limited uses of writing I found in so many of the courses in my study. 2. Because I collected the assignments from the Internet, my research has one important advantage over previous surveys of writing across disciplines. Chris Anson says of these WAC surveys, "Because most surveys are responded to by choice, even a relatively good return may still represent a skewed sample" (12). As Anson points out, instructors filling out these surveys may exaggerate the importance of writing or the amount of writing in their classes, either to put themselves in a positive light or to attempt to give the researchers what the instructor thinks they want. Despite the advantage of the ability to collect a large amount of writing assignments without having to ask for samples from instructors, conducting research via the Internet brings with it its own set of problems. Although the assignments I collected were not given voluntarily, the fact that instructors published their assignments on the Internet means that they are aware of at least the possibility of a more public audience. Instructors who use class websites could be considered "early adopters" of technology, and it's possible that their assignments might be fuller or more explicitly laid out than the assignments of instructors who are not using websites. Despite these problems inherent in my study, I feel that the advantage of studying a large sample of assignments that is not given voluntarily outweigh the disadvantages of collecting data from the Internet. It's important to note that although I collected the assignments from course websites, none of courses were delivered entirely online.
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